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Abstract
Introduction Students enter the ‘figured world’ of medical school with preconceptions of what it means to be a doctor.
The meeting of these early preconceptions and their newly developing identities can create emotional tensions. The aim of
this study was to advance our understanding of how such tensions were experienced and managed. Using figured worlds
as a theoretical framework we explored students’ interactions of preconceptions with their newly developing professional
identities in their first year at medical school. Advancing our understanding of this phenomena provided new insights into
the complex process of identity formation.
Methods This was a qualitative study underpinned by a constructivist epistemology. We ran biannual focus groups with
23 first year students in one UK medical school. Data were recorded, transcribed and then template analysis used to
undertake an inductive, iterative process of analysis until it was considered the template provided a detailed representation
of the data.
Results Significant preconceptions associated with the identity of a doctor were ‘to help’ and ‘to be a leader’. These
early preconceptions were in conflict with realities of the figured world of medical school creating the emotional tensions
of ‘being unable to help’ and ‘lacking power’, with implications for interactions with patients. By the end of year one
students’ negotiated tensions and ‘self-authored’ their identity as a learner as opposed to an imagined ‘as if’ identity of
a doctor.
Discussion We revealed how preconceptions associated with becoming a doctor can conflict with a newly developing
professional identity highlighting the importance of supporting students to embrace the formation of a ‘learner’ identity,
a necessary part of the process of becoming a doctor.
Keywords Medical students · Qualitative research · Professional identity formation · Emotion · Figured worlds
What this paper adds
Students enter the ‘figured world’ of medical school with
preconceptions of what it means to be a doctor. The meet-
ing of these early preconceptions and their newly develop-
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ing identities can create emotional tensions hindering rather
than helping the development of a professional identity. We
revealed how these preconceptions conflict with a newly
developing professional identity throughout the first year
of medical school. Our findings highlight the importance of
educators supporting students to embrace the formation of
a ‘learner’ identity early on in medical school, as this is a
necessary part of the process of becoming a doctor.
Introduction
Identity formation is about how people come to make sense
of themselves, how they ‘figure’ out who they are as they
interact with the ‘world’(s) they are part of and with others
who both exist within and outside of these worlds [1, 2].
Medical students are positioned between worlds, between
being adolescents [3] in the lay world of patients and be-
Authoring the identity of learner before doctor in the figured world of medical school 41
coming doctors and professionals [4]. A consequence of
this transitional position is that medical students are con-
tinually negotiating or authoring their identities in terms of
who they think they are and how they portray themselves
to others in relation to their training and as future doctors
[5].
Research to date has illuminated the external social fac-
tors within the world of medical education implicated in
identity formation: for example, socialization into the cul-
ture of medical school [6–8] or the emotional experience
of patient encounters [9–11]. More recent studies have ex-
plored the influence of internal factors. These internal fac-
tors include the early preconceptions or imaginations that
medical students associate altruistically with the identities
of a doctor (such as to help people and cure the sick) [4,
12–15], but also less desirable preconceptions (for example
to possess power and status) [13–15]. As students try to
‘figure’ who they are within the world of medicine their
early preconceptions may be reinforced (beneficial ‘conso-
nance’), or contested (emotionally conflicting ‘dissonance’)
[16, 17]. As a consequence of the experience of dissonance
students may doubt their world-views, aspirations, question
their self-worth and may then struggle to succeed in meet-
ing the requirements of their profession [16]. It is clear,
therefore, that this continual negotiation of a professional
identity has an emotional cost, yet the emotions involved
in identity formation are often overlooked in medical ed-
ucation research [18]. Moreover, where there is tension
or dissonance as students attempt to integrate their early
preconceptions about being a doctor with their developing
identities once at medical school (for example; when being
unable to cure the sick [4] and when facing the expectation
that a clinician should be emotionally detached) [19, 20],
early preconceptions may hinder rather than help students
form their professional identities.
If medical students are not entering medical school as
‘blank slates’, it is crucial to explore further how such in-
ternal tensions and associated emotions are experienced and
managed. Advancing our understanding of this phenomena
will provide new insights into the complex process of iden-
tity formation and assist educators in how best to support
students through this experience.
Thus, and responding to calls to acknowledge the role of
emotion within medical education [17, 18, 21], our aim was
to explore the emotions medical students experience when
starting to form new identities early in medical school. We
used ‘figured worlds’ theory [1] to help make explicit the
links between identity formation and emotions [22], and to
help us explain our findings in a coherent way.
Methods
Study paradigm/methodology
This was a qualitative, interpretative study underpinned by
a constructivist epistemology [23].
Context
The study took place at one medium-sized UK medical
school offering a five-year undergraduate program (the
norm in the UK). The program is systems- and case-based,
with early clinical exposure to acute hospital wards and
a patient home visit in the first year.
Participants
In 2013, all 169 first year medical students were invited to
participate in a five-year longitudinal study via a whole-
class presentation, poster advert, and class email [24].
Twenty-three students self-selected to take part in the study
[25] (14 female and 9 male participants aged between 17
and 26 years). This paper reports on the first year of this
study.
Data collection
We used focus groups for data collection to allow partici-
pants to lead responses, discussion [26], and also to stim-
ulate potentially inaccessible thoughts [27]. The 23 partic-
ipants were formed into four focus groups on the basis of
optimal group size [23]. Two groups of six, one group of
five and a group of four were formed. Two participants
unable to attend with the group of four were interviewed
later as a pair. All participants attended and remained in
the same groups/pairs throughout the study. Data collection
was longitudinal with two sets of focus groups: the first
within a few weeks of starting medical school and the sec-
ond at the end of Year 1. Focus groups, lasting around 1 h,
were undertaken on medical school premises. Participants
received light refreshments but no other incentives. ES con-
ducted the focus groups using a semi-structured and open-
ended question guide to elicit participants’ experiences and
emotions [28]. Developed from existing literature the ques-
tions in the first set of focus groups asked about reasons
for studying medicine and expectations of forthcoming ex-
periences. In the second set of focus groups, these reasons
were re-visited, experiences explored, and future thoughts
elicited.
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Data management and analysis
Focus groups were audio recorded and transcribed verba-
tim, with names removed, to engage anonymously with
textual data [29]. We conducted template analysis (TA)
[30, 31] using analysis software NVivo 10 (http://www.
qsrinternational.com/products_nvivo.aspx) for data man-
agement and coding. The lead researcher (ES) undertook
the process of preliminary coding. These codes were then
discussed by the author team and used to develop two sep-
arate ‘coding templates’, one for each set of focus groups,
the first round (October 2013) and second round of focus
group data (June 2014) to conduct analysis both across
the set of focus groups and longitudinally. These templates
formed the foundation and means of organization for recur-
rent features of the participant accounts [32]. Coding and
analysis were iterative and inductive: with team discussions
at regular intervals to modify the templates until we had
a rich representation of the data [33].
Interpretation of qualitative data is dependent upon the
researcher standpoint and the social context in which the
research is undertaken [33]. From a constructivist perspec-
tive, research outcomes will never separate from the bi-
ases, assumptions and the characteristics of the researcher
[34]. Thus, throughout the study, ES maintained a reflexive
diary and as a team we regularly considered our stances
and possible biases recognizing how these may be influen-
tial to the research process and findings. ES was known to
participants as a Clinical Skills Facilitator during the time
of the study. EH is a medical doctor holding a PhD in med-
ical education who works as a clinical supervisor. Having
the experience of becoming a doctor herself made it easy
for her to relate to the stories of students, but at the same
time, this specific background may have brought a certain
bias to her perception of the experiences of students. JC is
a clinical and occupational psychologist working in medical
education research. Her background and education means
she has no personal knowledge of professional identity for-
mation in medicine, and her interest in this topic is quite
neutral.
Theoretical framework
Holland et al. broadly defined figured worlds as ‘socially
produced, culturally constituted activities’ (P. 40–41) where
people produce (perform) new self-understandings (identi-
ties). Figured worlds are sites of individual possibility, or
‘as if’ world(s) but Holland et al. also make clear that be-
cause figured worlds are culturally and socially based, they
are mediated by relations of power, status, and rank, impli-
cated through daily activities. In other words, within these
figured worlds, or contexts, certain social acts have signifi-
cance and people’s positions matter.
Each figured world is organized by socially constructed
master narratives or preconceptions on which the world is
based (such as doctors should be able to cure the sick). Day-
to-day social practices and activities are interpreted against
these narratives. Figured worlds are constructed and recon-
structed through daily actions and a process of ‘position-
ality’; that is, the positions ‘offered’ to people in a certain
figured world (such as patient, doctor or medical student)
which they may accept, reject, or negotiate. This is referred
to in figured worlds theory as the ‘space of authoring’, or
of people answering and responding by accepting, reject-
ing or negotiating the identities offered to them. In other
words, people ‘self-author’ who they are through activi-
ties that they attach significance to, in relation to the social
types that populate these figured worlds and in social rela-
tionships with the people who perform these worlds.
Figured worlds can create a challenge or tension when
they are different to what was originally constructed, as in
preconceptions, for example, that being a doctor is not only
about curing the sick but is also about providing support
to ensure a comfortable and dignified death. In response
to such tensions, ‘self-authoring’ may take place, where
individuals use their social resources to craft a response, to
re-write themselves into the world [1].
Following the recognition of its value in educational re-
search [2, 35–37] and emergent use in the medical education
field [38–41], Holland et al.’s ‘figured worlds’ theory has
been promoted to explore professional identity formation
in medical education [41].
Ethics
Ethical approval was granted by the local College Ethics
and Research Board (CERB). Participants were provided
with verbal and written assurance of anonymity, confiden-
tiality and data security.
Results
Template analysis revealed three overarching themes and
associated subthemes: preconceptions of being a doctor,
e. g. to help/make a difference and to be a leader. Tensions
experienced with preconceptions included being unable to
help/make a difference, feeling a sense of pressure to help/
make a difference and lacking power. Moreover, analysis
revealed participants negotiating tensions and self-author-
ing identities.
Data excerpts are presented in the following format i. e.
‘Female Participant 1’ (FP1)/‘Male Participant 8’ (MP8)
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representing anonymized participant identifiers, ‘Focus
Group 1’ (FG1), representing which focus group the ex-
cerpt originates from and Time 1 (T1), start of Year 1 or
Time 2 (T2), end of Year 1 at medical school representing
when the focus group was undertaken.
Preconceptions of being a doctor
On arrival to medical school, as part of their early identity
formation participants had formed a number of preconcep-
tions associated with the figured world of medicine and
the position of a doctor. Two significant preconceptions
were expressed. The first somewhat altruistic, participants
considered ‘to help/make a difference’ was fundamental to
being a doctor: ‘I think my angle will be trying to be some-
thing like a doctor without borders or something like that,
and so the idea of helping the helpless’ (MP11-FG2-T1).
Second, participants considered that a doctor is ‘to be
a leader’: ‘But I think to make a real difference, you have to
be a doctor because they’re the team leader; they make the
decisions and everything follows down from them’ (FP2-
FG1-T1).
Tensions experiencedwith preconceptions
In contrast to their preconceived figured world of a being
a doctor to ‘help/make a difference’ and a ‘to be a leader’,
the realities of the newly experienced world of medicine
created an evident tension (dissonance).
Participants throughout their first year discussed ‘being
unable to help/make a difference’ with reference to a lack
of knowledge: ‘I’ll still feel like I’m an inexperienced first
year medical student and I can’t do anything and I don’t
have the knowledge to do anything’ (FP16-FG3-T1). And
‘We were really annoyed by the, uh, fact that I don’t know
much about it, or don’t know how to treat it (referring to
a patient condition) ...’ (MP10-FG2-T2).
At the end of Year 1 participants considered that, despite
lacking the knowledge and thus being unable to help/make
a difference, patients still granted them their trust. This
created ‘feeling a sense of pressure to help/make a differ-
ence’ and added to the tension. ‘It’s that trust that you know
what you’re doing, when in actual fact, you probably don’t
[laughs]’ (MP8-FG2-T2). Or: ‘... putting so much trust in
a single person can add pressure to that person too and if
you mess up then you’ll feel a million times worse because
that patient really trusted you’ (FP17-FG3-T2).
Throughout their first year participants expressed a ten-
sion between their position as a first year medical student
and their earlier preconception of being a leader in the fig-
ured world of medicine. This tension was expressed through
their recognition of ‘lacking power’: ‘You realize you don’t
have as much power as you think’ (MP8-FG2-T1). A per-
ceived lack of respect also contributed to the tension of
‘lacking power’: ‘I got told ... you’re a little girl no one will
ever respect you’ (FP5-FG1-T2).
Negotiating tensions and self-authoring
As the participants journeyed through Year 1 at medical
school, they negotiated the tensions outlined above through
a process of self-authoring. By the end of Year 1, partici-
pants expressed an attempt to negotiate the tension of being
unable to help/make a difference by being eager to address
their lack of knowledge, a way in which to write one’s self
into the figured world of medicine: ‘I kind of feel like I want
to be able to know more and start to be able to do more’
(FP4-FG1-T2). At the same time, participants realized that
addressing this tension required reconstructing their posi-
tion, by recognizing and accepting they cannot know ev-
erything at this stage: ‘It’s only human. We, we can’t know
everything’ (MP7-FG2-T2).
By the end of Year 1 participants also recognized that
their position as a medical student does grant responsibili-
ties, if not the authority and leadership of a doctor: ‘Maybe,
now that you’re, like, a medical student ... you can have, not
authority, but you’ve got responsibility ...’ (MP9-FG2-T2).
Participants look to the year ahead imagining a stronger
position that might enhance the notion of being a leader:
‘I think second year has more of a standing, people are like,
oh they’ve got some medical knowledge, they know what
they’re doing’ (FP1-FG1-T2).
Discussion
We found that, on entering the figured world of medicine,
students experience tensions between their positional iden-
tities as medical students and their earlier internal precon-
ceptions or imaginations of being doctors who help/make
a difference and are leaders. Instead, being ‘just’ first year
medical students they found themselves lacking both the
knowledge and power to be able to help/make a difference
and to lead. By the end of the first year of medical school,
although still lacking knowledge and power, our students
appear to resolve the tensions they had experienced, learn-
ing to acknowledge limitations of knowledge and power,
yet recognized that being a medical student granted them
privileges and responsibilities (but not yet authority). In-
stead of focusing only on the ‘as if’ or imagined identities
of being a doctor, they re-aligned their position into the self-
authored identity as learner and first year medical student.
The very identity as a first year medical student, nothing
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more, nothing less, granted our students a legitimate po-
sition, which in turn allowed them to enter the world of
medicine in which they could further develop their future
professional identities.
Being trusted by patients felt inappropriate to our partic-
ipants. Trust is fundamental to the status of a professional,
and granted as part of a social and moral contract between
patients and doctors [42, 43]. Yet, year 1 students felt un-
able to fulfil their end of this ‘contract’, because of lacking
necessary knowledge and skills. This resulted in a tension,
articulated as a sense of pressure. This reflects the find-
ings of earlier studies: for example Lingard et al. (2003)
identified tensions in third year medical students, concern-
ing uncertainty and limitations of knowledge during case
presentations ([44], see also [45]).
In the eyes of our participants, trust needs to be gained,
by means of competence (having enough knowledge), in
their wish to take care for people (helping patients, making
a difference), or through the position or power granted to
doctors enabling them to make a difference. Two of these
‘discourses’ were previously described by MacLeod (2011),
when she explored how students may experience tensions
between the dominant discourse of competence, and the
less valued discourse of caring [20]. Our study adds a third
issue that might be in play when students negotiate ‘as if’
identities, one which might be called a discourse of power.
As far as we know, our study is among the first showing that
power is already part of the preconceptions students have
as early as entering medical school, and that lacking power
is central to the tensions they experience in the first year of
medical school. Previous studies have identified ‘power’ as
a negative preconception [13–15]. However, for our partic-
ipants power seemed less about assuming a dominant and
superior position over others, or having status per se, and
more as a means to make a difference. This merits further
investigation.
This study has strengths and limitations. The study was
conducted in one medical school so the results may not be
transferable given the importance of context in identity for-
mation (for example, factors contributing to preconceptions
may differ for instance as a result of family obligation atti-
tudes [46] and core values varying by country and culture
[40]). This requires further investigation. Our longitudinal
approach to data collection enabled deeper understanding
and new insights into the complex process of identity for-
mation [47, 48]. In particular, this approach enabled an
insight into the early preconceptions to be a leader and how
this was experienced within the first year of being a medical
student. Following up participants even further into medi-
cal school would enable the opportunity to see how their
preconceptions change over time, and would also enable
further insight into how they experience the expectation of
trust as they move nearer to the figured world of a doctor.
One of the potential limitations of the study is that, despite
attempts to minimize contact, (i. e. not teaching or assess-
ing the participants directly), interviewees may not have
felt comfortable to be open and discuss matters with some-
one they perceived as a ‘teacher’ and part of their medical
school hierarchy. However, we reflected on this as a team
at regular intervals and our impressions was that this was
not an issue in practice.
Studies using figured worlds theory in medical educa-
tion have typically employed discourse [22, 40] or linguistic
forms of analysis [38]. However, the combination of figured
worlds theory and other methodologies, as in our study, has
been successfully utilized in the wider literature [35–37].
This methodological ‘importing’ (the transference of con-
cepts and tools from one field where it is well known to
another field where it is less known) is valuable because it
provides opportunities for addressing old problems in new
ways [49].
The tension of not having enough knowledge and power
to help suggests the importance of helping students to af-
firm a stronger sense of their positional identity as a learner
as opposed to an imagined ‘as if’ identity of a doctor. This
may be supported through increasing students’ awareness
of the process of identity formation in their first months of
medical school, and encouraging reflection on this process
[50]. Raising awareness of the process of identity forma-
tion through personal reflection may help students to work
through dilemmas and tensions associated with early inter-
nal identities and preconceptions. This may enhance posi-
tive development for a professional identity [19].
Conclusion
This paper explored participants’ internal preconceptions
associated with becoming a doctor. We revealed how these
preconceptions can conflict with a newly developing profes-
sional identity throughout the first year of medical school.
Our findings highlight the importance of supporting stu-
dents to embrace the formation of a ‘learner’ identity early
on in medical school, as this is a necessary part of the
process of becoming a doctor.
Acknowledgements We thank all the students who took part in this
project, and Professor Rona Patey, the Director of the Institute of Ed-
ucation for Medical and Dental Sciences, University of Aberdeen, for
her support of this project. We also thank Professor Lynn Monrouxe
for helping ES get to grips with the complex literature on professional
identity development, her suggestion of and guidance for longitudinal
data collection.
Funding This study is part of the corresponding authors (ES) doctoral
program of research funded by the University of Aberdeen, and super-
vised by EH and JC.
Authoring the identity of learner before doctor in the figured world of medical school 45
Conflict of interest E. Stubbing, E. Helmich and J. Cleland declare
that they have no competing interests.
Ethical standards The Chair of the local ethics committee approved
this study.
Open Access This article is distributed under the terms of the
Creative Commons Attribution 4.0 International License (http://
creativecommons.org/licenses/by/4.0/), which permits unrestricted
use, distribution, and reproduction in any medium, provided you give
appropriate credit to the original author(s) and the source, provide a
link to the Creative Commons license, and indicate if changes were
made.
References
1. Holland D, Lachicotte W, Skinner D, Cain C. Identity and agency
in cultural worlds. Cambridge: Havard University Press; 1998.
2. Urrieta L. Figured worlds and education: an introduction to the spe-
cial issue. Urban Rev. 2007;39:107–16.
3. Cruess RL, Cruess SR, Boudreau JD, Snell L, Steinert Y. A
schematic representation of the professional identity formation
and socialization of medical students and residents: a guide for
medical educators. Acad Med. 2015;90:718–25.
4. Monrouxe LV. Negotiating professional identities: dominant and
contesting narratives in medical students’ longitudinal audio di-
aries. Curr Narrat. 2009;1:41:59.
5. Frost HD, Regehr G. ‘I am a doctor’: negotiating the discourses of
standardization and diversity in professional identity construction.
Acad Med. 2013;88:1570–7.
6. Becker HF, Geer B, Hughes EC, Strause AL. Boys in white. Acad
Med. 1962;37:406.
7. Coombs RH. Mastering medicine. Professional socialization in
medical school. New York: Free Press; 1978.
8. Pitkala KH, Mantyranta T. Professional socialization revised: med-
ical students’ own conceptions related to adoption of the future
physician’s role—a qualitative study. Med Teach. 2003;25:155–60.
9. Larson EB, Yao X. Clinical empathy as emotional labor in the pa-
tient-physician relationship. JAMA. 2005;293:1100–6.
10. Pitkälä KH, Mäntyranta T. Feelings related to first patient experi-
ences in medical school: A qualitative study on students’ personal
portfolios. Patient Educ Couns. 2004;54:171–7.
11. Helmich E, Bolhuis S, Laan R, Dornan T, Koopmans R. Medi-
cal students’ emotional development in early clinical experience:
a model. Adv Health Sci Educ Theory Pract. 2014;19:347–59.
12. Maudsley G, Williams EM, Taylor D. Junior medical students’ no-
tions of a ‘good doctor’ and related expectations: a mixed methods
study. Med Educ. 2007;41:476–86.
13. Bennet G. The wound and the doctor: healing, technology and
power in modern medicine. London: Secker & Warburg; 1987.
14. Cavenagh P, Dewberry C, Jones P. Becoming professional: when
and how does it start? A comparative study of first-year medical
and law students in the UK. Med Educ. 2000;34:897–902.
15. Morison S, O’Boyle A. Developing professional identity: a study of
the perceptions of first year nursing, medical, dental and pharmacy
students. In: Callara LE, editor. Nursing Education Challenges in
the 21st Century. New York: Nova Science; 2008. pp. 195–219.
16. Costello CY. Professional identity crisis: race, class, gender, and
success at professional schools. Nashville: Vanderbilt University
Press; 2005.
17. Monrouxe LV. Identity, identification and medical education: Why
should we care? Med Educ. 2010;44:40–9.
18. Helmich E, Bolhuis S, Laan R, Koopmans R. Early clinical experi-
ence: do students learn what we expect? Med Educ. 2011;45:731–40.
19. Wong A, Trollope-Kumar K. Reflections: an inquiry into medical
students’ professional identity formation. Med Educ. 2014;48:489–501.
20. MacLeod A. Caring, competence and professional identities in
medical education. Adv Health Sci Educ Theory Pract. 2011;16:375–94.
21. Shapiro J. Perspective: does medical education promote profes-
sional alexithymia? A call for attending to the emotions of patients
and self in medical training. Acad Med. 2011;86:326–32.
22. Dornan T, Pearson E, Carson P, Helmich E, Bundy C. Emotions
and identity in the figured world of becoming a doctor. Med Educ.
2015;49:174–85.
23. Ritchie J, Lewis J, Nicholls CM, Ormston R, editors. Qualitative re-
search practice: A guide for social science students and researchers.
Los Angeles: SAGE; 2013.
24. Hookway N. Entering the blogosphere’: some strategies for using
blogs in social research. Qual Res. 2008;8:91–113.
25. Symon G, Cassell C, editors. Qualitative organizational research:
core methods and current challenges. London: SAGE; 2012.
26. Palmer M, Larkin M, de Visser R, Fadden G. Developing an inter-
pretative phenomenological approach to focus group data. Qual Res
Psychol. 2010;7:99–121.
27. Morgan DL, Krueger A. When to use focus groups and why. In:
Morgan DL, editor. Successful focus groups: advancing the state of
the art (P. 3–19). Newbury Park: SAGE; 1993. pp. 6–7.
28. Wengraf T. Qualitative research interviewing. London: SAGE;
2001.
29. Silverman D. Doing qualitative research. 4th ed. London: SAGE;
2013.
30. Crabtree BF, Miller WL. Using codes and code manuals. A tem-
plate organizing style of interpretation. In: Crabtree BF, Miller WL,
editors. Doing qualitative Research. 2nd ed. Newbury Park: SAGE;
1999. pp. 163–77.
31. King, N. Template Analysis. In: Symon G, Cassell C, editors. Qual-
itative methods and analysis in organizational research: a practical
guide. Thousand Oaks: SAGE; 1998. p. 118–34.
32. Brooks J, King N. Doing template analysis: evaluating an end of
life care service. London: SAGE; 2014.
33. King N. Doing template analysis. In: Cassell C, Symon G, editors.
Organisational research core methods and current challenges. Lon-
don: SAGE; 2012. pp. 426–50.
34. Alvesson M, Skoldberg K. Reflexive methodology new vistas for
qualitative research. London: SAGE; 2000. p. 261.
35. Nolen SB, Horn IS, Ward CJ, Childers SA. Novice teacher learn-
ing and motivation across contexts: assessment tools as boundary
objects. Cognit Inst. 2011;29:88–122.
36. Nolen SB, Ward CJ, Horn IS. Methods for taking a situative
approach to studying the development of motivation, identity,
and learning in multiple social contexts. Eur J Psychol Educ.
2012;27:267–84.
37. Jong C. Linking reform-oriented experiences to teacher iden-
tity: the case of an elementary mathematics teacher. J Educ Res.
2016;109:296–310.
38. Vågan A. Towards a sociocultural perspective on identity formation
in education. Mind Cult Act. 2011;18:43–57.
39. Hill E, Solomon Y, Dornan T, Stalmeijer R. ‘You become a man
in a man’s world’: is there discursive space for women in surgery?
Med Educ. 2015;49:1207–18.
40. Helmich E, Yeh HM, Yeh CC, de Vries J, Tsai DF, Dornan T. Emo-
tional learning and identity development in medicine: a cross-cul-
tural qualitative study comparing Taiwanese and Dutch medical un-
dergraduates. Acad Med. 2017;92:853–9.
41. Bennett D, Solomon Y, Bergin C, Horgan M, Dornan T. Possibility
and agency in figured worlds: becoming a ‘good doctor’. Med Educ.
2016;51:248–57.
42. Cruess SR, Cruess RL. Professionalism must be taught. BMJ.
1997;315:1674–7.
43. Cruess RL, Cruess SR. Expectations and obligations: professional-
ism and medicine’s social contract with society. Perspect Biol Med.
2008;51:579–98.
46 E. Stubbing et al.
44. Lingard L, Garwood K, Schryer CF, Spafford MM. A certain art of
uncertainty: case presentation and the development of professional
identity. Soc Sci Med. 2003;56:603–16.
45. Kennedy T, Regehr G, Rosenfield J, Roberts SW, Lingard L. Ex-
ploring the gap between knowledge and behavior: a qualitative
study of clinician action following an educational intervention.
Acad Med. 2004;79:386–93.
46. Henning MA, Krägeloh CU, Manalo E, Doherty I, Lamdin R,
Hawken SJ. Medical students in early clinical training and achieve-
ment motivation: variations according to gender, enrollment status,
and age. Med Sci Educ. 2013;23:6–15.
47. Langley, A. Stensaker, Longitudinal research and analysis I. In:
Symon, G. Cassell, C, editors. Organisational research core meth-
ods and current challenges. London; Sage: 2012. p. 149–67.
48. Monrouxe LV. Solicited audio diaries in longitudinal narrative re-
search: a view from inside. Qual Res. 2009;9:81–103.
49. Varpio L. In: Cleland J, Durning SJ, editors. Researching Medical
Education. Hoboken: John Wiley & Sons; 2015. pp. 245–55.
50. Wald HS. Professional identity (trans) formation in medical educa-
tion: reflection, relationship, resilience. Acad Med. 2015;90:701–6.
Evangeline Stubbing is a medical education lecturer and PhD stu-
dent at the School of Medicine, Medical Sciences and Nutrition at the
University of Aberdeen, the UK.
Esther Helmich is an elderly care physician and senior researcher at
the Center for Education Development and Research in Health Profes-
sions (CEDAR), University of Groningen, the Netherlands.
Jennifer Cleland is the director of the Centre for Healthcare Educa-
tion Research and Innovation (CHERI) and the John Simpson Chair
of Medical Education, Institute of Education for Medical and Dental
Education, University of Aberdeen, the UK.
